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CHAPTER ONE: INTRODUCTION 
 Teaching reading to adolescents poses many challenges, especially if they are 
English learners (ELs). Comprehension issues, motivation, and engagement make reading 
difficult for ELs. When I first moved from teaching elementary to teaching high school, I 
was amazed at how my students enjoyed read alouds in class and would stay engaged 
when I read literature to them, possibly because the focus was on comprehension instead 
of decoding. Eventually, I moved from read alouds to audio books, and my students 
enjoyed reading along to the audio book version. I could see that my students were more 
engaged in the literature, but I didn’t know if the use of the scaffold was helping them 
develop reading comprehension skills, or if it could be applied to expository texts. While 
reading literature is an important part of high school, one of the most important skills 
students need to develop is reading non-fiction. From what I have observed, non-fiction 
texts, or expository texts as they will be referred to in this paper, are especially difficult 
for EL students.  
The related challenge for ELs in high school is how quickly they need to be 
accessing the content in their mainstream classes. In order for EL learners  to be 
successful in the mainstream, they will need to be able to comprehend expository texts. 
The social studies curriculum in particular often requires large amounts of reading and 
writing, which can be very difficult for students unfamiliar with the content (Short, 
1993). While the lack of prior knowledge for many of the ELs poses problems in the  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social studies classroom, text structure itself makes comprehension difficult.  The 
structure of expository texts can be confusing, and students often have a hard time 
understanding for example how the author is illustrating key ideas (Ciardiello, 2012). 
Expository texts contain many patterns of organization, and one of those key patterns in 
social studies texts is cause-effect.  The cause-effect pattern informs the reader of the 
relationship between the causes and the effects of certain events. Reading a text based on 
cause-effect organization requires the reader to move from basic comprehension, to 
understanding and even inference to connect the relationships in the cause -effect pattern 
(Hayes, 1989). The teacher must provides the appropriate strategies, including scaffolds, 
that help the students access the academic content necessary for them to be successful in 
the class. This chapter introduces several of the key issues related to expository text 
structure, focusing primarily on the cause-effect patterns and the difficulties those 
patterns pose for ELs’ comprehension. Additionally, the use of audiobooks as a scaffold 
for promoting comprehension of cause-effect structures in expository texts will be 
investigated.  
Expository Texts 
 When students first learn to read, they read mostly narrative stories. The text 
structure follows a similar pattern: a character is introduced, a conflict is presented, there 
are a series of events, and a climax (Hayes, 1989). Once students are exposed to 
expository texts, this familiar structure changes; in the new structure, students often  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struggle to find the connections within the presented information, seeing the text as a list 
of facts instead of a series of main ideas and supporting details (Ciardiello, 2012).  There 
are patterns that are common in expository texts, however, and understanding these 
patterns help teachers and students access the content better. Expository texts are often 
written with chronological structures, i.e. first this event happened, followed by another 
event. Within the chronological structure, cause-effect relationships might appear, which 
can cause confusion. Cause-effect organization requires a higher level of thinking and 
academic language control for effective comprehension than just decoding the text. 
Students need to use the information presented in the text, while inferring meaning on 
their own to comprehend the cause-effect relationships (Hayes, 1989). Applying the skills 
necessary is challenging for second language learners, who often are still developing 
literacy skills needed to comprehend academic English while being expected to learn the 
content (Short & Fitzsimmons, 2007). Research done on the effect of teaching the text 
structure to struggling readers and ELs has shown that in order for students to be 
successful in their mainstream classes, given the language demands, a balanced approach 
of explicit teaching of structures along with content must be found. Creating scaffolds to 
help students access the content while teaching specific vocabulary and language needed 
to recognize patterns, such as cause-effect (Piccolo,1987; Short,1993).   
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Audiobooks 
 I have used audiobooks as a scaffold and have felt that it was successful in 
helping students access literature. As the students read a piece of literature, they listened 
along to the audiobook. As Wolfson (2008) has shown, students are more engaged with 
the texts when listening along to the audiobook. Over the years I have also observed that 
students are more engaged in reading while listening to the audiobook of the text.  
Audiobooks that I have used in the past have been commercially produced audiobooks, 
read by a reader and listened to  with the class reading along in a hard copy of the text.  
For the purpose of this study, I will refer to all audio recorded material as audiobooks.  
 The use of audiobooks as a tool to help struggling readers is not a new concept. 
Much of the application and research has been focused on elementary students, but it is 
becoming more common to use these strategies in the upper grades and college as well. 
Hett (2012) claims that one of the benefits of using audiobooks as a scaffold is that they 
allow students to move beyond decoding and focus on the content. According to Wolfson 
(2008), audiobooks are effective in promoting comprehension because the same skills 
necessary to reading comprehension can be applied to listening comprehension.  When 
audiobooks are used, students are interacting with the content through another medium, 
and since comprehension is the ability to process and understand the text , audiobooks 
promote comprehension. Listening while reading (LWR) is a strategy which students 
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listen to the same text they are reading silently (Winn, Skinner, Oliver, Hale, & Ziegler, 
2006). 
Background and Role of the Researcher 
 As a high school ESL teacher, the challenge I face is preparing my students to be 
successful in the mainstream while they are learning social and academic English. Seven 
years ago, I had the opportunity to help revise the ESL program at my school. The model 
of holding kids in sheltered ESL classrooms was replaced with a more integrated model. 
My colleague and I created a program that relied heavily on collaboration with 
mainstream teachers.  Our ESL classes focus on teaching academic language through 
content that is closely related to their mainstream classes. In addition, my colleague and I 
co-teach with mainstream teachers in several areas where we knew our students would 
struggle, specifically social studies and science. This program model has been successful; 
we have a high graduation rate, and our students are able to be involved in content classes 
early in their language development. However, the challenges that our ELs face are 
growing. There is pressure for them to comprehend content early on, while at the same 
time progressing in the their language development. One of the classes that I teach is a 
level three class. This class is usually made up of students who have arrived to the 
country within the last two years, or students who have been in the country longer, but 
struggle in reading and writing when transitioning from middle school to high school. 
The class ranges in English proficiency but the pressure on intermediate levels of 
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proficiency is high. They are able to read, but the demands of the classes they are 
required to take are above their comprehension level. They are not newcomers, so the 
expectations placed upon them are often higher from their mainstream teachers. For the 
majority of the students at this level, their oral language abilities are higher than their 
reading and writing comprehension. They receive pullout ESL services, but the majority 
of their classes are content area classes.  
 For the purpose of this study, I conducted research with the level three class. 
Since most of the class consisted of high school freshmen and sophomores, the class was 
designed to pre-teach many of concepts they will later come across in their history 
classes. I teach thematic units on the Holocaust and the civil rights movement, which 
include non-fiction resources. In this study I used the civil rights unit to introduce the 
strategy of LWR with expository texts. The class was given expository texts, and asked to 
identify the cause-effect relationship of several events. Several of the readings were done 
without the scaffold, followed by an assessment. Then several of the readings were done 
with the audio recording while they read, again followed by assessments. I recorded the 
audiobook myself, using an iPad application and then played the audiobook over my 
classroom speakers. The assessments were analyzed to determine if students are able to 
comprehend the content better using the scaffold. I am biased in that I believe that 
audiobooks are an effective way to engage students in reading and I have observed 
benefits of using them in the classroom.  I wanted to find out if the use of audiobooks  
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promotes reading comprehension when using expository texts compared to silent reading 
without the support.  
Guiding Question 
 With the amount of expository reading required of high school students, 
especially in the social studies curriculum, I wanted to find ways to help ELs. As 
technology becomes more integrated into our teaching practices, the use of audiobooks 
could be a way for teachers to differentiate and create modifications for the ELs in their 
classes. The comprehension of cause-effect relationships in texts is a challenging, but 
necessary part of expository texts. I wanted to find out: does concurrent use of an 
audiobook promote reading comprehension of cause-effect relationships in expository 
texts in comparison to reading without one?  
Summary 
 Given the challenges that ELs face when reading expository texts, I want to find 
out if audiobooks can be a scaffold to help them access the content. In my experience, 
students who are at an intermediate level of English proficiency struggle in social studies 
classes because of the demands of the content, especially expository text structures. In 
this study the use of audiobooks as a scaffold for comprehending cause-effect 
relationships in expository texts will be investigated. 
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Chapter Overview 
 In Chapter One I introduced my research by establishing the purpose, significance 
and need for the study. The context of the study was briefly introduced as were the role, 
assumptions and biases of the researcher. The background of the researcher was provided. 
In Chapter Two I provide a review of the literature relevant to expository texts, 
specifically cause-effect relationships and the challenges ELs have with these types of 
texts. Included will be sections on scaffolding and academic language. Additionally, 
Chapter Two will include reviews of research on the use of audiobooks in the classroom 
and research on how audiobooks promote reading comprehension. Chapter Three 
includes a description of the research design and the methodology that guides this study. 
Chapter Four presents the results of this study. In Chapter Five I reflect on the findings. I 
also discuss the limitations of the study, implications for further research and 
recommendations. 
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CHAPTER TWO: LITERATURE REVIEW 
 The purpose of this study is determine if audiobooks are effective in promoting 
ELs’ comprehension of cause-effect relationships in social studies texts. In a secondary 
setting, the academic language demands are often above the proficiency of the language 
learners. Students struggle to understand the content because they lack the academic 
language necessary to identify important information. What makes the task more 
complicated for many of them is difficulty with some of the common structures in 
expository texts used in social studies classes. This study used audiobooks as a scaffold 
for students to read expository text. This chapter is an overview of the research on 
common structures of expository texts, the acquisition of skills necessary for 
understanding social studies content, and the challenges expository texts present for 
English learners. Finally, the chapter will review research on the use of audiobooks in the 
classroom as a tool for helping students with reading comprehension. Specifically 
research on the strategy of listening while reading (LWR) as a reading comprehension 
strategy for English learners will be reviewed. 
Academic Language 
 The language of the school differs from the social language that students usually 
acquire first. Academic language is a complex concept that encompasses not only 
content-specific vocabulary, but discourse patterns, sentence structures, and common 
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word selection. Genres and text structures, complex compound sentences, and word order 
are all components of academic language (Gottleieb & Ernst-Slavit, 2014).  As 
Schleppegrell (2013) contends, the academic language in expository texts is problematic 
for ELs as the text differs from the conversational language with which students are more 
familiar.  Students need to be able to understand not only the sequence of events, but be 
able to interpret the author’s meaning. Without a command of the necessary 
academic language, these texts can be difficult to comprehend.   
Expository Texts 
 While narrative texts are the genre students first learn to read, expository texts 
become more common in their schooling as the rigor increases. Narrative texts are often 
structured with a problem, a series of events and a climax. Expository texts on the other 
hand do not follow this pattern. The texts used in late elementary school through high 
school to teach science and social studies are expository texts, whose purpose is to 
inform; as a result, they are written in a way that often differs from narrative texts. 
According to Piccolo (1987), expository texts are generally written with one of the 
following patterns: descriptive, enumerative, sequential, cause-effect, comparison/
contrast and problem/solution. These patterns can contain signal words and predictable 
sequencing. For example, in a enumerative pattern, a topic sentence states the main idea 
and subsequent text lists the points that support it (Piccolo, 1987). Information is 
presented in a variety of patterns; however, not all of the patterns in expository texts 
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follow the same sequence or are as clearly defined as in a narrative text. Understanding 
the structure of expository texts can help teachers identify strategies to increase student 
comprehension of these texts. 
The Structure of Expository Texts 
 Expository texts share similar structures, and while not all texts contain all of the 
features, they share many in common. Text structure describes how the information is 
organized in expository writing. Multiple structures are integrated and varied throughout 
expository writing, but there are a few dominant structures that occur often in these texts 
(Ciaridiello, 2002). According to Hayes (1989), the three main structures found in 
expository texts are chronological order of events, cause-effect, and enumeration. These 
structures might occur in a sentence, a paragraph or a section containing several 
paragraphs. Horowitz (1985) contends that expository texts generally have five structures 
which can be broken down as time order, listing, compare-contrast, problem-solution, and 
cause-effect. Sections can contain more than one text structure: take, for example, the 
following from We Shall Overcome: The History of the Civil Rights Movement: 
 In the early 1950s, blacks and whites were kept separate, especially in the South.  
 Seventeen states had laws requiring separate but equal schools for blacks and  
 whites. Almost always, separate schools meant unequal schools. (Finlayson, 2003, 
 pg. 23). 
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Looking at the structures according to Piccolo (1987), this sample would be an example 
of enumerative (a main topic followed by a list of examples to support the topic sentence) 
structure. Later in the same paragraph, however, the pattern changes.  
 The school board spent $179 per year on each white student, compared to $43 for  
 each black student. The schools for black students were little more than shacks.  
 Teachers were woefully underpaid. Consequently, at the urging of the NAACP,  
 twenty  parents signed a petition suing the school district. (Finlayson, 2003, pg.  
 23-24) 
The text pattern shifted to the cause-effect pattern. Students need to now understand that 
the information provided earlier were causes leading to the effect, which was a lawsuit. 
While the topic of the lawsuit was not presented at the beginning of the paragraph 
signaling it was a cause-effect pattern, the word “consequently” signals to the reader that 
there was an effect from the previous stated information. Hennings (1993) explains how, 
in order to understand historical texts, students need to understand how historians look at 
history when they write. According to Hennings, historians write about history in the 
following manner: 
These ways of knowing history are a) organizing events and people in a 
meaningful time frame, (b) organizing events and people in a meaningful space 
frame, (c) interpreting by hypothesizing cause-effect and by generalizing about 
the ultimate meaning of events and lives, (d) interpreting by comparing similar or 
 13
different events or people and (e) cross-examining the accuracy and validity of 
purported facts.  (1993, p. 363) 
In thinking about how historians view and write about history, students’ understanding of 
the text becomes a difficult task. The common structures found in expository texts allow 
for instruction that identifies these structures and can help learners understand them 
better. However, the complexity of the texts can be difficult for all readers, especially 
second language learners.  
     Cause-Effect. An important role of expository texts used in social studies is to explain 
how historical events are related to one another. The reader is presented with events, and 
the relationship between the causes and effects of these events is explained, such as the 
causes that led to a war (Gilbertson, 2012).  As a result, a dominant pattern in social 
studies expository texts is cause-effect patterns. Ciardiello (2002) points out that the 
cause-effect pattern follows a sequence of reasoning and explanation. It shows how 
events (the causes) are related to each other, culminating in another event (the effect). 
The causal chain of events is the main idea of the text pattern. For example, the following 
example from We Shall Overcome: The History of the Civil Rights Movement  presents 
the cause in the topic sentence, followed by a series of explanations that relate to the 
main idea. 
 Laws segregating blacks forced them into separate seating on buses and trains,  
 14
 separate schools, and even separate neighborhoods…. In 1896 the U.S. Supreme  
 Court heard a case called Plessy v. Ferguson. Homer Plessy, a black man, sued a  
 railroad company with segregated seating. His side argued that the Fourteenth  
 Amendment made segregation illegal. But the court ruled that separate   
 accommodations for blacks were legal as long as they were equal. 
 (Finlayson, 2003, pg. 19) 
The cause-effect pattern however varies, and the information is not always presented in 
the same sequence. In some texts, the cause-effect patterns are presented in a way that the 
direct impact of the events is clearly defined. In other patterns, the events happen 
simultaneously to illustrate how isolated events might have impacted each other 
(Ciardiello, 2002).  
 There were several reasons for the colonists’ victory in the Revolutionary War.  
 The colonists fought for their liberty on their own soil. The British, on the other  
 hand, had to fight 3,000 miles away. The colonial forces were also fortunate to  
 have the superior military leadership of General George Washington. This   
 fighting effort also received the military and financial support of several of  
 Britain’s European enemies. (Ciardiello, 2002, pg. 33). 
The culminating event was the victory in the Revolutionary War. The events that 
contributed to that success happen simultaneously and are isolated from one another, yet 
lead to the final effect (Ciardiello, 2002). The reader needs to be able to understand the 
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context of the material, the language, and use some inference to understand the cause-
effect relationship. ELs often have to make connections between the text and prior events 
that may or may not explicitly be presented in the text. As students read they must 
connect the cause-effect relationships to hypothesize the overall meaning (Hennings, 
1993).  Students might need to understand different timelines and historical periods in 
order to understand the causes that led to a specific event (Gilbertson, 2012).  These 
demands on the reader can be especially overwhelming for ELs. There are different 
linguistic markers present in expository texts; however, in social studies text books 
markers indicating cause are often not clear. As Achugar and Schleppegrell explain in 
their study of construction of cause in textbooks, these markers are not often explicit. 
They contend that “ the language used to construct causal relations can be implicit and 
difficult to understand” (p. 314, 2005). There are instances when conjunctions such as 
because or so are used to indicate the causal relationship. Nouns like effect or cause or 
even verbs such as make or  lead to are indicators to the reader that it is a the cause-effect 
pattern (Achugar & Schleppegrell, 2005).  The cause-effect pattern, an important pattern 
presented in expository texts, is challenging for second language learners. 
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The Challenges for ELs with Expository Texts 
 One of the challenges that secondary EL students face is the difficult texts they 
are required to read in their content area classes. Most often, their reading level is well 
below that of their mainstream peers. As a result, they are expected to use reading 
comprehension skills that are beyond their reading proficiency level to understand the 
material (Short & Fitzsimmons, 2007). Social studies is a content area that often requires 
a lot of reading of expository texts. The information presented in these texts is often 
presented in a way that is different than the narrative nature of texts that students first 
learn to read with (Hayes, 1989). As Short (1993) points out, the scope of social studies 
from elementary through secondary is difficult for ELs because the context of a lesson 
might be based on previous information students are assumed to know. Other times, 
students might have prior knowledge that they are unable to connect to the content 
because expository texts can often be decontextualized, making it hard for students to use 
prior knowledge to facilitate comprehension.  
Textbooks are written on the assumption that students have prior knowledge of the 
content and share similar cultural experiences (Brown, 2007). Texts might include 
references to the American Civil War when discussing the American Civil Rights 
movement (Finlayson, 2003). History textbooks and other primary sources have complex 
information in a paragraph, often with different grammatical features. For example 
switching tense between present and past within the same paragraph. (Brown, 2007; de 
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Oliveria, 2012).  Ciardiello (2012) suggests that students struggle to understand the 
patterns the author presents and connect the ideas throughout the text. It can be very 
challenging for English language learners who may lack the ability to decode words, 
connect ideas and events, and interpret meaning. Adolescents in general have a hard time 
understanding how information is presented in expository texts, which makes the task for 
non-native readers even more difficult.  
Scaffolding 
 Providing ELs with a support to assist them with comprehension is referred to as 
scaffolding. The Russian psychologist, Lev Vygotsky, developed a concept called zone of 
proximal development (ZPD). ZPD relates to the gap between a child’s development 
level and the level of potential development (Hammond & Gibbons, 2001). A similar 
theory was later developed by the linguist Steven Krashen, whose comprehensible input 
theory contends that students need to be able to receive instruction with information they 
can comprehend in order to progress in their language learning (Krashen, 1982). In order 
for students to be engaged in cognitively appropriate and challenging materials, scaffold 
must be used to assist students in completing the task (Gibbons, 2002). Scaffolding can 
relate to visual aids, modified texts, graphic organizers, audio or video support, and other 
assistance given to help with comprehension of the material. Research has shown that 
classrooms where a high level of support is provided through scaffolds, ELs successfully 
achieved at higher levels (Gibbons, 2002).  
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Audiobooks 
 ELs’ success in their content area classes is dependent on a number of factors. 
Since many ELs are placed in content area classes that are above their language 
proficiency level, it is imperative that they are provided with scaffolds such as graphic 
organizers or adapted texts to help them. One scaffolding strategy that has been shown to 
be effective to help struggling readers is the use of audiobooks in the classroom (Beers, 
1998; Rasinski, 1990; Shany and Biemiller, 1995; Wolfson, 2008; Woodall, 2010 ). The 
use of audiobooks is commonly found in elementary classrooms. Teachers often have a 
listening station where students can listen to audiobooks individually or in groups 
(Wolfson, 2008). The first exposure for many students to literature is through being read 
to. Listening to literature at a young age develops children’s understanding of story 
structure and vocabulary, and builds knowledge about the topic that can later be used to 
help learn new information (Casbergue & Harris, 1996). Having literature read to them 
also allows students to focus on the content and not be concerned with decoding 
(Casbergue & Harris, 1996; Wolfson, 2008). Audiobooks can provide students with 
another avenue to experience the text and, as pointed out by Chen (2004), they can 
comprehend text beyond their reading level. While the benefits of being read to or 
listening to audiobooks are recognized in the primary levels, their use in middle and 
secondary schools is less prevalent. However, Chen (2004) asserts that the benefits are 
the same, and audiobooks can provide struggling readers and ELs with an appropriate 
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tool. Older students who are reluctant to read or struggle with reading grade level 
material find audiobooks a useful scaffold (Beers, 1998). A school program in California 
used audiobooks with ELs as a way for them to comprehend grade level literature. The 
program found that students were engaged in the literature and able to comprehend text 
above their reading proficiency level (Goldsmith, 2002).  
 Listening While Reading. There is a difference between listening to audiobooks 
for enjoyment or comprehension without a text and the strategy known as Listening 
While Reading (LWR), in which students read along with a text that they listen to 
simultaneously. Rasinski (1990) conducted research on the LWR method as a means to 
improve reading fluency among students, comparing the methods of repeated reading and 
LWR. Twenty third grade students were broken into two groups, one group performing a 
repeated reading (RR) of the passage and the other group listening to the text being read 
to them by the instructor while they read along (LWR).  His findings were consistent with 
previous research into these methods, that these techniques were  “effective in promoting 
reading fluency and general proficiency in reading” (p. 149). He found that both methods 
promoted fluency; furthermore, he contends that LWR can be an effective way of 
modeling fluency.  
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Rasinski (1990) asserts the following: 
 In addition, listening-while-reading activities affirm the active role of the teacher  
 in instruction and add considerable importance to the notion of modeling fluent  
 reading within the context of reading instruction…students’ first reading attempts  
 in a new text in repeated reading are often slow and halting, whereas the versions  
 heard in the listening-while-reading approach are fast paced and fluent. (p. 149).   
Reading fluency is connected to reading comprehension; research done by Winn, 
Skinner, Oliver, Hale and Ziegler (2006) compared the LWR and repeated reading (RR) 
methods to improve fluency among adult learners in an Adult Basic Education program. 
For the LWR method, the participants were asked to read along silently with a text as it 
was read aloud by the experimenter. Their findings concluded that the LWR and RR 
methods do enhance reading fluency. However, they point out that even though fluency 
does have an impact on reading comprehension, it is not a direct measure of 
comprehension (Winn et al. 2006).  There is a connection between the LWR method and 
reading fluency because of the language exposure provided by listening to a fluent 
speaker. However, comprehension has not been as widely researched. One study done on 
Puerto Rican college students by Woodall (2010) looked into the not only the fluency 
gains from LWR, but also the comprehension. Woodall found that “the experimental 
group outscored the control group on all 8 quizzes” (p. 193). Woodall contends that 
students were able to focus more of their processing capacity to comprehension, and less 
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on decoding. He believes that this was also closely connected to their fluency. Since the 
audiobook aided their reading fluency, Woodall contends that they are more engaged, 
thus increasing comprehension. However, Woodall suggests further research is needed to 
determine the effects of simultaneous listening and reading on reading comprehension. 
The above evidence suggests that LWR is an effective method for increasing fluency and 
comprehension amongst ELs.  
The Gap 
 As the research I’ve presented in this chapter indicates, ELs face many challenges 
with the expectations of their social studies classes. Students are expected to learn 
complex information through difficult texts, while often times lacking the background 
knowledge of their native peers. Expository texts can be dense with information such as 
dates, timelines, assumed prior knowledge or background knowledge and academic 
language demands. Additionally, complicated text structures also are common. The 
structures of expository texts commonly contain integrated patterns, which include 
descriptive, enumerative, sequential, cause-effect, comparison/contrast and problem/
solution patterns. Multiple patterns can occur within a paragraph, which, without clearly 
defined markers, can be confusing. Audiobooks are a scaffolding tool that can help 
students understand the content and navigate the complicated texts. They are resources 
often in primary grades; however, in the secondary setting, this scaffolding tool is not 
utilized as much. In the research I have reviewed,  I have not found the use of 
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audiobooks, specifically the LWR method, described as a scaffolding tool for secondary 
ELs.  Furthermore, my focus is not on students’ fluency gains, it is on their ability to use 
the tool to promote comprehension of expository texts. Additionally, I am curious to find 
out if there is a correlation between the amount of years a student has been in the country, 
and the effectiveness of using the audiobook. Understanding cause-effect relationships of 
historical events is critical to students’ success in social studies classrooms. For the 
intermediate EL student, I want to find out if adding the scaffolding tool of LWR helps 
students comprehend the cause-effect relationship to be successful social studies students. 
 Research Question 
This study’s goal is to find out whether the use of audiobooks while reading can 
promote comprehension of cause-effect relationships in social studies expository texts. It 
was  conducted with a level three intermediate ESL class in a high school.  I wanted to 
find out if there is a difference in comprehension between the texts that are read without 
the audiobook scaffold, and those with the audiobook scaffold. Specifically, does the 
concurrent use of an audiobook promote reading comprehension of cause-effect 
relationships in expository texts in comparison to reading without one? 
Summary 
This chapter presented information on expository texts and why they are difficult 
for ESL students to comprehend. The features of expository texts were discussed, as well 
as how common academic structures in these texts can be potential problems for students 
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in understanding complex information. The students’ lack of prior knowledge and their 
difficulty in understanding implicit information and integrating multiple patterns of  text 
structures can make reading expository  challenging for ELs. The use of audiobooks as a 
scaffold for ELs was discussed, and the strategy known as LWR was explained. Research 
into the effectiveness of this method for promoting fluency among ELs was discussed. 
The lack of research about how LWR can aid in comprehension was presented as the gap 
was researched. In Chapter Three I will describe the research I conducted with my level 
three class at the high school where I teach. Chapter Three discusses the methods I 
utilized for the research, the research paradigm and the materials I used. 
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CHAPTER THREE:  METHODOLOGY 
 This study proposed to explore the use of audiobooks and their effectiveness in 
promoting English learners’ reading comprehension of cause-effect relationships in social 
studies expository texts. I wanted to find out how using the scaffolding tool of LWR 
promotes comprehension. Specifically, does the concurrent use of an audiobook promote 
reading comprehension of cause-effect relationships in expository texts in comparison to 
reading without one? 
In order to find the answers to these questions I conducted research using 
comprehension assessments following the reading of a text with and without the LWR 
scaffolding tool. 
Overview of the Chapter 
First, the rationale and description of the research design are explained. A 
description of the quantitative paradigm is explained as well. Second, the data collection 
and protocols are explained. Third, a description of the setting generalizations and of the 
participants, and the context of the study are presented. Finally, an explanation of the data 
analysis procedures and the ethics of the study will be presented . 
Quantitative Research Paradigm 
 This study will use the quantitative research paradigm, in which the researcher 
starts out with a question that is very specific (McKay, 2006). The purpose of research is 
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to provide answers to the question posed; in quantitative research the answers are derived 
from the numerical data. Quantitative research is looking to generalize or test a 
hypothesis, with the data being statistical in nature (McKay, 2006). In my study, I was 
looking at answering a specific question, the effectiveness of audiobooks as a scaffolding 
tool. I was looking to gather data to answer my question, and that is best gathered through 
quantitative methods.  In order to collect data, I used two types of data sources to collect 
numerical or statistical information.  Using a survey, the students identified their 
countries of origin and number of years they have been in the country.  The second set of 
data I collected involved the assessments that the students completed following their 
reading of the text. According to McKay (2006), the researcher in the quantitative 
paradigm has a great deal of control over the variables. I chose the text we used, wrote 
the assessment tools and used the results from those assessments as numerical data..  
Participants 
   
The study was conducted in a level three class that I taught. There were nine 
participants in the study, whose ages ranged from 14-19. The students were placed in the 
class because they have a composite score between 1.9-3.3 on the ACCESS test. Seven of 
the students are Latino, from Mexico, Guatemala, and born in the United States. One 
student is from China and one student is from Ghana. The majority of the students in the 
class have been in the United States for three or less years; several have been in the 
country longer, and one was born in the United States. The class was a mixture of grades: 
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five are high school freshman, one is a sophomore, and three are juniors. Some of the 
students have been in my classes previously but the majority had not had me as a teacher 
before. The names of the students presented throughout the paper are pseudonyms.  
Demographic Information 
Table 1  Student Participants 
* Have Individual Education Plans, and receive Special Education Services 
Location/Setting  
  
The study was conducted in an inner ring suburb outside of a large metropolitan 
city in the Midwest. The high school has approximately 1400 students; of those students, 
85 are receiving ESL services. The current program model, consisting of collaboration 
Student Name Country of origin Years in the Country Grade
Henry China 4.5 9
Cristina Mexico 3 11
Ronaldo Mexico 3 11
Brian * Mexico 10 9
Marco Mexico 1 10
Juan Mexico 2 9
Lionel Guatemala 4 9
Carolina * United States 15 9
Grace Ghana 2 11
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classes and sheltered ESL language classes, has been around for seven years. The 
community has a relatively large Mexican population, which consists of both recent 
immigrants as well as second and third generation citizens. In recent years, a number of 
Central Americans from Honduras and El Salvador have immigrated into the community. 
There is also a smaller, but present, Asian community, with students from China, 
Cambodia, Vietnam and Laos.  
Data Collection Technique 1: Comprehension Assessment Cloze Test 
  
 The students had been presented with background information about the civil 
rights movement for several weeks leading up to the reading. This information was 
presented through videos and presentations. Then, the students silently read a portion of 
the text, then were assessed using a matching cloze assessment (Appendices A-D) .  This 
type of assessment involves students reading a piece of text where words have been 
removed. A group of possible answers are provided to place into the blank, matching 
them to the appropriate space. This particular assessment tool is beneficial in measuring 
comprehension for several reasons. One of the rationale for using matching cloze tests is 
that the skills required in cloze tests are more representative of the skills that lead to 
comprehension compared to other kinds of reading comprehension tests (Baldauf & 
Probst, 1979, 1981). In a study of secondary students in both Australia and Papua New 
Guinea, Baldauf, Dawson, Prior and Probst (1980) found that a matching cloze “is an 
objective, reliable, valid, and easily constructed type of test for measuring reading 
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comprehension skills”(p. 435). Cloze assessments are an appropriate and widely used as a 
form of assessing reading comprehension (Ahangari, Ghorbani, & Hassanzadeh, 2015).  
Cloze assessments allow for the assessment of the students’  comprehension of specific 
structures by selecting parts of the text to highlight. Since I was interested in their 
comprehension of cause-effect relationships, I decided that a matching cloze activity 
would better facilitate gathering data on comprehension of cause-effect relationships than 
another method.  
Data Collection Technique 2: Demographic Information   
 Students were given a chart to fill out to collect data on their country of origin, 
and years they have lived in the United States. (See Appendix E ).  As a result of my 
research, I was also intrigued to know if there would be any correlation between the time 
the students have been in the country and their success using the audiobook.   
Procedure 
 Participants 
 All nine students in the level three class participated in the study.The class was 
chosen because it is the class with a broad range of language abilities. As an intermediate 
level, there were students who were stronger readers than others, with many different 
levels of comprehension represented. Two students in the class have Individual Education 
Plans, and received support, specifically in reading. The range of ages and grades also 
provided the research with a broader range of students with varying experiences in the 
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mainstream social studies classes. During the three days the research was conducted, the 
students read and completed the assessments independently. 
Materials 
Students were given the text books. On the days when students were given the 
audiobook recording, they listened to the recording over the classroom speaker while 
they read. The students were given the comprehension assessment after they finished 
reading the text. The text book the students used was called The Civil Rights Movement in 
America. The textbook was a text book that was written with a lexile level of 1080. There 
are bolded words, and there are a glossary of terms and timelines in the back of the book. 
Students were made aware of the bolded words and the glossary, the terms in the book 
were not previewed before reading however. The audiobook was recorded by the 
instructor, as there was no audiobook recording of the text book available from the 
publisher.  
Schedule 
 In the course of the research, students were doing a unit on the American civil 
rights movement. They had already been given some background information, a 
presentation, and watched several documentaries. Following the background information, 
the students read from the selected text, The Civil Rights Movement in America (Landau, 
2003). Students were assigned a section of the text, usually around eight pages. On day 
one students were asked to read the text without the use of the audiobook, I will refer to 
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this as text only day. On text only day, students read silently and independently, and were 
given a matching cloze assessment upon completion of reading the section; they were not 
able to refer to the text when filling out the assessment.  This procedure took students 
anywhere from 20-35 minutes. This same activity was repeated the next day. On the third 
day, students listened as a whole class to the audiobook while reading along. I refer to 
this as audiobook day. On audiobook day, students again read independently, but they 
were listening to the audiobook as they read the text. Again, they filled out the cloze 
activity upon completion of the reading (see Appendix C). The texts all came from the 
same book,  with different sections used as the text only section and the audiobook 
recorded section. 
Data Analysis 
  For each reading comprehension assessment, the cloze activities were scored and 
charted for each student. There were four assessments in all, two with the text only and 
two with the audiobook. Each cloze activity consisted of eight blanks, with possible 
responses numbered in a box at the bottom of the assessment. Students filled in the blank 
with the number related to the answer they believed was correct. After each class, I 
scored each assessment. The students were given a score correct out of a possible eight 
correct answers. The scores were then recorded onto a chart for each assessment. Each 
assessment had a corresponding chart, indicating a correct or incorrect answer for each 
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question (see Appendix E). An additional chart was also used to indicate the number 
correct each student scored on a specific assessment (see Appendix F). 
Verification of Data 
 By utilizing the same textbook for all four of the comprehension tests, the 
assessments maintain the same level of difficulty. The readings used were sequential 
sections of the book, thus maintaining the same level of difficulty as well. Furthermore, 
by having the assessment done in each mode, it should provide me with a greater amount 
of data to compare.  
Ethics 
 This study took the following procedures to ensure that the research was done 
ethically and protected the rights of the subjects involved: 
1. research objectives were shared with informants; 
2. written permission was obtained through a consent letter that was sent home 
and returned by the students; 
3. human subjects review process approved by Hamline University and the 
institution where the study was conducted; 
4. students were  assigned pseudonyms to protect their identity, 
5. data collected by the researcher was protected. Only the researcher viewed the 
data, all assessments results were kept by the researcher on a password 
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protected computer and google account, and all paper copies were kept by the 
researcher and destroyed a year after completion. 
Conclusion 
 In this chapter, I presented my research paradigm and how I designed my 
research. The quantitative research paradigm was discussed, and the rationale for it being 
the most appropriate paradigm for this research project. I discussed my methods for 
collecting demographic information and I discussed the assessment tool I used, the 
matching cloze tool, to assess the comprehension of the text students read. I presented 
information on the setting and participants in the research, and the procedures that were 
employed to conduct the research. Finally, the way the data was analyzed and the ethical 
considerations were discussed. Chapter Four will present the findings of the research 
project and an analysis of the data.  
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CHAPTER FOUR:  RESULTS 
 This study took place in an intermediate pull out ESL class. There were nine 
participants in the study, whose language proficiency levels, ethnic backgrounds, and 
time in the country varied. Over the course of three days, the students were given sections 
of text from the book The Civil Rights Movement in America (Landau, 2003). Students 
were given a portion of the text to read independently, then were assessed upon 
completion of the reading using a cloze assessment. The process was repeated the 
following day. On the third day, students were given the portion of the text, but listened 
to an audio recording of the text while they read along silently. They were given a similar 
cloze assessment upon completion. The same process was repeated once again with the 
audiobook after all the students had completed the assessment. Through the collection of 
these data, I sought to find the answer to the following question: Does the concurrent use 
of an audiobook promote reading comprehension of cause-effect relationships in 
expository texts in comparison to reading without one? 
 This chapter will look at the data collected at the completion of the research. First,  
the results of cloze assessments following the silent reading of the text, without the 
audiobook scaffold are presented. Next, the results following the cloze assessments 
completed with the audiobook scaffold are presented. Additionally, there will be a table 
with the average scores without the use of the scaffold and the use of the scaffold. Finally, 
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demographic information related to the number of years the students have been in the 
country and their scores for all four of the assessments will be presented.    
Results 
Table 2 Test Scores by Student Without Audiobook (WOAB) 
**Assessment is out of 8 
* Indicates students on an Individual Education Plan (IEP) 
The average scores for the two tests without the audiobook varies from one to seven. In 
several cases scores decreased, while others minimally increased or stayed the same. 
More than half the students’ scores were below two, with three of the students averaging 
four. 
Name Test 1 (WOAB) Test 2 (WOAB) Average
Henry 4 4 4
Brian* 6 2 4
Ronaldo 3 5 4
Cristina 1 1 1
Carolina* 0 3 1.5
Grace 1 1 1
Juan 3 0 1.5
Marco 6 8 7
Lionel 0 6 3
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Table 3 Test Scores by Student With Audiobook (AB)  
**Assessment is out of 8 
*Indicates students on an Individual Education Plan (IEP)   
The average scores of the two assessments following the reading with the audiobook 
varies from one to eight. Six of the students averaged scores of four and above.  
Name Test 3 
(AB)
Test 4 (AB) Average
Henry 6 3 4.5
Brian* 6 1 3.5
Ronaldo 8 8 8
Cristina 4 6 5
Carolina* 5 2 3.5
Grace 0 2 1
Juan 6 4 5
Marco 8 8 8
Lionel 8 5 6.5
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Table 4 Average of Tests 1 and 2 (WOAB) and Average of Tests 3 and 4 (AB) 
**Assessment is out of 8 
*Indicates students on an Individual Education Plan (IEP)  
Comparing the averages between the assessments following the reading without the 
audiobook and the averages using the audiobook, six of the nine students’ averages  
increased with the use of the audiobook.  
Name WOAB Average AB Average
Henry 4 4.5
Brian* 4 3.5
Ronaldo 4 8
Cristina 1 5
Carolina* 1.5 3.5
Grace 1 1
Juan 1.5 5
Marco 7 8
Lionel 3 6.5
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Table 5 Years in Country 
**Assessment is out of 8
*Indicates students on an Individual Education Plan (IEP)    
The results based on the number of years students have been in the country show no 
consistent pattern between the number of years and the students’ scores.     
General Results 
 Looking at the data from the reading only without the scaffold to the reading with 
the scaffold, scores increase among the majority of the students. Comparing the data 
collected of the average scores without the scaffold of the audiobook to the data collected 
of the average scores with the use of the audiobook, scores increase among the majority 
of the students.  On the fourth reading, there was a dip amongst many of the students. 
Name Years in the 
Country
Test 1 Test 2 Test 3 
(AB)
Test 4 
(AB)
Marco 1 year 6 8 8 8
Grace 2 years 1 1 0 2
Juan 2 years 3 0 6 4
Ronaldo 3 years 3 5 8 8
Cristina 3 years 1 1 4 7
Lionel 4 years 0 6 8 5
Henry 4.5 years 4 4 6 3
Brian* 10 years 6 2 7 1
Carolina* 15 years 0 3 5 2
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Several students showed no increase between the first two trials during which no scaffold 
was used.  Between these first two trials, several students showed small increases, and 
one student's score decreased between tests one and two. Once the audiobook scaffold 
was used, eight of the nine students’ scores increased between assessments two, without 
audiobook (WAB) and three (the first reading with the audiobook provided). When 
comparing trials three and four (both with audiobook use), six students’ scores decreased, 
one increased by two points, and two stayed with the same score. However, for 89% of 
the students in the study, their scores with the audiobook are higher than their scores 
without this scaffold.  
Results Related to Demographics: Years in the Country 
 Looking at the data through the demographic data of years in the country, some 
patterns emerge. The two students who have been in the country for three years, made 
gains of three points between assessments two and three. Of the two students who have 
only been in the country for two years, one made a six point improvement, and the other 
student’s score decreased by one point. The two students who have been in the country 
for four years both improved by two points, the student who has been in the country for 
ten years made a five point improvement, while the student who was born in the United 
States made a two point improvement. This increase only reflects the difference between 
the second and third assessments. The fourth assessment resulted in five students’ scores 
decreasing, and four students’ scores improved or stayed the same. This will be explained 
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further in chapter five. However, all students scored higher with the use of the audiobook 
than without its use. 
Discussion 
 Overall, scores increased between the assessment without the use of the 
audiobook scaffold, and the assessment that used the audiobook scaffold. There was a 
decrease for some students between assessments three and four that will be further 
explored in Chapter Five. While I was looking for trends to emerge with common cause-
effect word patterns used in the assessments, those results were inconclusive. However, 
the demographic information related to the number of years the students have been in the 
country did show some patterns that will be explored in Chapter Five. 
 In this chapter I presented the results of my data collection. In Chapter Five I will 
discuss my major findings, their implications, and suggestions for further research. 
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CHAPTER FIVE:  CONCLUSIONS 
In this research project I attempted to answer the question: Can the use of 
audiobooks promote reading comprehension of cause-effect in social studies expository 
texts? This chapter will discuss the following topics: 1) discussion of findings, 2), 
limitations, 3) implications for  teachers/administrators/stakeholders  and  4) suggestions 
for further research.  
Findings 
Based on the results of the study, the use of audiobooks increased comprehension 
for the majority of the students in the class. Looking at the scores from the first 
assessment to the second assessment without the use of the audiobook, several students’ 
scores increased. This could be attributed to familiarity with the format, or a better 
understanding of that particular section of the text. Of the rest of the participants, two 
students made no gains, and two students’ scores decreased. Several factors could have 
contributed to the scores staying the same or decreasing. It’s possible that the section was 
more difficult for those particular students, they might not have read with as much 
attention to detail as they did the first day, or they just didn’t understand the questions on 
the cloze assessment. See Figure 1 below.  
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Figure 1 Scores Differential Between Test 1Without Audiobook (WOAB) and Test 2 
Without Audiobook (WOAB) 
Figure 2 Scores Differential Between Test 2  without audiobook (WOAB) and Test 3 with 
audiobook.(AB)      
Based on the results from the first assessment using the audiobook and the 
previous assessment without the use of the audiobook, there was an increase in the 
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majority of the students’ scores on the assessments (see Figure 2). This indicates that their 
comprehension of the cause-effect relationships was benefited from the use of the 
audiobook. Consistent with the assertion of Wolfson (2008), ELs were able to 
comprehend more difficult texts with the use of audiobooks. In several students, there 
was a growth of over 50% in their scores from the reading without the audiobook to the 
reading using the audiobook. Several of the students are not as strong readers, in 
particular Juan, Brian and Crisitna. All three of these students showed a growth of over 
60% from assessment two to assessment three. The use of the audiobook might have 
allowed them to focus less on decoding, and more on the content, which was then 
reflected in their assessment scores (Casbergue & Harris, 1996; Wolfson, 2008). For the 
stronger readers in the group, Henry and Marco, the scores either changed moderately or 
stayed the same; (50% for Henry, 0% for Marco). However the use of the audiobook did 
not appear to have a negative affect on either student’s ability to comprehend the 
material. 
Furthermore, looking at the average scores of the assessments following the silent 
reading without the audiobook, in comparison to the average score of the assessments 
following the audiobook use, the majority of the students’ scores increased. See Figure 3 
below. Studies have indicated that content acquisition increased in students with access to 
recorded materials compared to those without (Chen, 2004). The results of this research 
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indicate comprehension of the cause-effect relationships increased with the use of the 
recorded materials. See Table 6 below. 
Figure 3 Differential Between Average Scores of Tests Without Audiobook (WOAB) and 
Averages with Audiobook (AB) 
0
2
4
6
8
Henry Brian Ronaldo Cristina Carolina Grace Juan Marco Lionel
Average of Tests 1 and 2 (WOAB) Averages of tests 3 and 4 (AB)
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Table 6  Growth between Assessments 2 and 3 
Using the formula for change: (Later score-Previous Score) x 100 = % of change 
     Later Score 
Findings based on Number of Years in the Country 
 Students who have been in the country longer than two years all showed growth 
between assessments two and three. All nine of the participants have higher listening 
scores based on the WIDA assessment than their reading comprehension scores. Looking 
at the results, the students who have been in the country for over two years have listening 
comprehension that is more proficient than their reading scores, therefore the audiobook 
version of the text allows them to comprehend in their stronger modality. By using the 
Name Test 2 
(WOAB)
Test 3 (AB) Percentage 
Change
Henry 4 6  50%
Brian 2 6 66%
Ronaldo 5 8 37.5 %
Cristina 1 4 75%
Carolina 3 5 40%
Grace 1 0 N/A
Juan 0 6 100%
Marco 8 8 0 %
Lionel 6 8 25%
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audiobook, students were able to focus on the content, without being as dependent on the 
decoding (Chen, 2004; Woodall, 2010). Lowering the affective filter and allowing the 
students to listen to the audiobook while reading along possibly gave the students more 
confidence in their ability to comprehend the text (Wolfson, 2008). See Figure 4 below. 
Figure 4  Number of Years in the Country and Average Scores Between Tests Without 
Audiobook and With Audiobook 
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Limitations 
 This study took place at the end of the school year, the second to last week of 
school. Finals were the following week, and students were completing large projects or 
had large tests coming the next week. Something that might have impacted the study was 
the short time frame of the study. The study took place over the course of three days. The 
first two days, the majority of the students took an average of 35 minutes to complete the 
reading and the comprehension assessment. During the audiobook portion of the study, 
the students completed the reading and the assessment in around 15 minutes. The 
recording was played twice, while the students read along. As a result of the short time 
frame, the students and I decided to continue on with the fourth section and assessment 
with the audiobook the same class period. Additionally, one of the students was going to 
be leaving for vacation the next day, which also prompted me to combine the audiobook 
assessments into one class period. The results of the second test with the audiobook, 
showed a decline in some scores that could be contributed to the activities being done in 
quick succession. It’s also possible that at the end of three days of the same activity, 
students had grown weary of the topic and process.  
Implications 
 The research projected demonstrated that when looking for cause-effect 
relationships in expository texts, students performed better with the audiobook. This was 
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a relatively easy modification that could easily be implemented in a class where students 
are expected to read independently. ELs could access the audiobook recording using their 
own devices, or could be pulled out into a small group and listen to the recording on a 
teacher’s device.  Teachers who have groups of ELs in their classroom could use this 
modification to help differentiate their instruction. The recording of the text took me 
between five and ten minutes to record. This was done on my iPad and could be easily 
shared with the students to listen to individually. Many districts are moving towards 
integrating technology through Bring Your Own Device (BYOD) programs and requiring 
students to have a personal device in school. The use of audiobooks is another way to 
integrate technology and can provide students with another tool to help with their 
comprehension of expository texts. 
Further Research 
There are several questions that arose during the course of the research that I 
would want to explore further. One question is if the audiobook would work with a 
variety of assessments?  Further research could be conducted to explore similar growth if 
students were asked to summarize or analyze the cause-effect relationships in the text. 
Another area of research would be to gather data regarding students’ perceptions of the 
use of the audiobook as a scaffold. Student attitudes towards the audiobook were not 
formally recorded in a survey, but based on conversations, most students felt more 
comfortable reading with the use of the audiobook. This could be explored this further in 
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a formal survey. Furthermore research could be conducted to investigate if the 
assessments themselves were also recorded and students listened along while they filled 
out the cloze activity, would that show an increase in their comprehension?   
Conclusion 
 There is a lot of pressure for ELs to move towards comprehension of complex 
written material in order to be successful in the mainstream. ESL teachers and content 
area teachers are faced with the challenge of making content comprehensible, but at the 
same time maintaining the expected rigor. My study suggests the use of audiobooks is a 
tool that teachers can use to help students comprehend expository texts that is challenging 
for them. With the greater emphasis on technology use in schools, audiobooks fit easily 
into instruction. Content teachers need to be finding ways to differentiate their instruction 
for ELs and struggling readers. Audiobooks can be created easily, and they result in better 
comprehension of expository texts. What I have learned from this study will allow me to 
not only improve my own instruction but hopefully help content teachers with a support 
to improve the learning of their students. 
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Appendix A:  Cloze Assessment 1 
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Directions: Use the phrases in the box at the bottom of the reading to fill in the blanks to 
show the cause-effect relationship of the events from the text.  
Many African Americans fought in World War 2. In 1945, an all black group of 
soldiers were among the first to arrive and free the prisoners at the Buchenwald 
concentration camp in Germany. The soldiers saw the awful things racism led to in the 
Holocaust. As a result, the African-American soldiers 
____________________________________________when they returned home. Two 
years later, in 1949, Jackie Robinson became the first African American to play  major 
league baseball. Robinson became a powerful symbol because people could see that 
the__________________________________.   
Africans in America 
 When the first colonists arrived in Jamestown, they brought slaves with them to 
work. Tobacco and other crops became a big part of the economy, which led 
to_____________________________. Slaves in the United States were almost all 
African slaves, and as a result many white people saw themselves 
__________________________________________. 
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 Life after the Civil War 
 After the Civil War, several amendments to the constitution changed the lives of 
African Americans. The Thirteenth Amendment abolished slavery, the Fourteenth 
Amendment gave freed slaves legal rights, and the Fifteenth Amendment gave them the 
right to vote. These amendments were ratified so African Americans 
_______________________.  However, that was not the reality. Many white people in 
the South did not like the idea of African Americans being treated equally. This led to 
“Jim Crow” laws, which created _________________.  
As a result_______________________________________________.  A group called the 
Ku Klux Klan and other groups would  intimidate, or scare African Americans. 
Sometimes these groups would harm or even kill  African Americans. As a result , 
_______________________________________. 
were less willing to accept racism 
segregation 
African Americans were not treated equally 
slavery becoming legalized 
whites and blacks could not mix with each other in public places 
would be treated equally 
superior to black Africans.  
relationship between whites and blacks was changing
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Appendix B: Cloze Assessment 2 
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Directions: Use the phrases in the box at the bottom of the reading to fill in the blanks to 
show the cause-effect relationship of the events from the text.  
Separate but not Equal 
The legal system in the South was not fair to black people. There were a lot of violent 
crimes against black people where white people weren’t punished. In 1896 a US Supreme 
court case called Plessy vs. Ferguson ruled that segregation was not against the 
Constitution. As a result, it was ___________________________________as long as 
there were equal services and facilities. Laws in the South were created to segregate the 
races. This lead to 
______________________________________________________________. Even 
though they were separate, they were usually not equal, and the black facilities were 
much worse. 
The Great Migration 
Segregation created unequal facilities and services in the South. As a result, between 
1910 and 1930, a million African Americans moved North. Even though segregation 
wasn’t the law in the North, many white people still felt superior to blacks.  They did not 
want them in their neighborhoods so_________________________________. 
African Americans in the Military 
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Many African Americans joined the military and fought in World War 1 & 2. When they 
returned home after the war, they still faced segregation and discrimination. After World 
War 2, many soldiers and their friends and family did not want to be treated so badly after 
fighting for their country. This led 
to,_______________________________________________________.  One group, the 
NAACP, was formed to fight for civil rights in the legal system. As a 
result_______________________________________________________________.  
Brown vs the Board of Education of Topeka, Kansas 
Topeka, Kansas had segregated schools, like most of the schools in the South. As a 
result,___________________________________________________________________
__________________.  So,_______________________________________.  The 
NAACP said that these laws were not fair to black children, and they were not equal. The 
Supreme Court ruled that the law was not legal. This led 
to,________________________________. Many white people were very upset about the 
decision.  
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separate hospitals, schools, swimming pools, theaters and even drinking fountains 
groups fighting against the system 
 they challenged the laws that segregated schools 
legal to have races separated 
the NAACP sued the school district in court 
they refused to let an African American girl go to an all-white school 
segregation being illegal in public schools 
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Appendix C: Cloze Assessment 3 
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Directions: Use the phrases in the box at the bottom of the reading to fill in the blanks to 
show the cause-effect relationship of the events from the text.  
The Death of Emmett Till 
In 1955 a young black man named Emmett Till from Chicago, visited his family in 
Mississippi.  Some people said that Emmett whistled at a young white woman. A few 
nights later, Emmett was kidnapped, beaten, shot and put into a river. Two men murdered 
Emmett and were caught, and it was important news around the world.  The all-white jury 
found the men not guilty. They confessed in a magazine to the murder after the trial. As a 
result___________________________________________________________________. 
Rosa Parks and The Montgomery Bus Boycott 
Montgomery, Alabama had a law that segregated busses. White people could sit in the 
front, but black people had to sit in the back of the bus. On December 1, 1955, Rosa 
Parks refused to give up her seat to a white man. Due to this, ___________________. 
As a result of Rosa being arrested, ___________________________________________. 
People organized, sharing rides and using taxis to help people get to work. Martin Luther 
King Jr, came to help be a leader. Because the boycott continued, 
____________________________________. In November, 1956, almost a year later, the 
Supreme Court ruled that segregation on busses was not legal. As a 
result,_______________________________________________________.  
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The Little Rock Nine 
In 1957, in Little Rock, Arkansas, an all-white high school was forced to have nine black 
students go to their school. The Governor of Arkansas did not want them to attend, so, 
________________________________________________________________  As a 
result, ___________________________________________________________. Things 
were not easy that year for the students, who were called names, kicked and hit. Because 
they were brave,____________________________________. 
• the President sent the US Army to protect the students. 
• she was arrested 
• black leaders organized a bus boycott 
• the white community became violent, bombing King’s house 
• they helped school integration in the South 
• he had the National Guard keep the students out 
• in December, 1956 the bus bo. ycott ended and the black people no longer had to 
sit in the back 
• black, and white people became very upset and wanted to fight for civil rights 
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Appendix D: Cloze Assessment 4 
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Directions: Use the phrases in the box at the bottom of the reading to fill in the blanks to 
show the cause-effect relationship of the events from the text.  
The Sit-Ins 
On February 1, 1960 four African-American students sat down at Woolworth’s lunch 
counter in Greensboro, North Carolina.  They were not served food, but they didn’t leave 
their seats. They were not arrested, as a result, 
________________________________________________________________________
___________. They were not discouraged even though none were served, so, after that 
sixty-three students joined them! The idea of sit-ins and nonviolent protests spread. 
Therefore,_______________________________________________________________
___________________. Eventually the sit-ins worked, and Woolworth’s desegregated its 
lunch counter in 1960. As a result, 
______________________________________________________________________. 
Freedom Riders 
The interstate transportation, or bus company, was supposed to be integrated by 1961. 
But in the South, they ignored the ruling of the Supreme Court. As a result, 
________________________________________________________________________
__________________Many people were upset with the Freedom Riders. So, 
________________________________________________________________________
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___________The violence towards the protesters was so bad that one freedom rider was 
paralyzed and many ended up in the hospital. 
___________________________________________________________________in 
Montgomery, Alabama. 
The Freedom Riders didn’t give up protesting all summer. As a result, 
________________________________________________________________________
__________The Freedom Riders continued to be non-violent. Because of all they went 
through_________________________________________________________________
______________. 
As a result, the National Guard had to be called in to protect protesters 
the next day twenty-nine more African-American students joined them 
many were beaten and more than 350 were arrested 
there were fifty four sit-ins at lunch counters in five cities in nine Southern States 
, in 1961 the attorney general, outlawed segregation on interstate bus travel 
sit-ins also led to changes at segregated libraries, museums and parks. 
a group of young black and white decided to ride together through the South on the busses. 
they attacked the busses and the riders.
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Appendix E: Reading Selection 1 
(Landau, 2003, 3-7)  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Appendix F: Reading Selection 2 
(Landau, 2003, 8-13)  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Appendix G: Reading Selection 3 
(Landau, 2003, 14-18)  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Appendix H: Reading Selection 4 
(Landau, 2003, 21-23) 
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Appendix I: Demographic Information Data Collection Form  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Name Country of Origin Number of Years you have 
lived in the USA
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Appendix J: Schedule 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Day 1 
Tuesday
Read silently 
Without Audiobook 
Support
Assessment
Day 2 
Wednsday
Read silently 
Without Audiobook 
Support
Assessment
Day 3 
Thursday
Read silently 
With Audiobook 
Support
Assessment
Day 3 
Thursday
Read silently 
With Audiobook 
Support
Assessment
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